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Thwe is a Uaditf 0 " In speeches," John Kenneth Galbraith once 
said, which holds that the speech Its-lf is therapeutic. The benefit 
hes in the articulation. No ensuing action is required or even 
expected/ 1 

For more than ten years as director of the National Education 
Association’s Center for the Study of Instruction (CGI), Ole Said 
has flaunted that tradition. He has taken his message of educa- 
tional reform on the roast beef and convention hall circuit and 
presented it to thousands of American teachers, he has woven 
theory and practice, prediction and advice, tradition and current 
problems into an effective call for educational action. He has 
taken the lei i to work with teachers on the firing line to he.p 

■ h " p “ , " n k “ c,, “ * **'“• tiih " 

., [ book • coUection of essays drawn from those speeches, 

to the essence of hundreds of Sand’s "talks with teachers," 
during which they inevitably stay awake. 

In five essays— or, if you wish, "tdks”— Said explores curric- 
ulum reform, the future of America’s schools, inquiry-directed 
education, rights and responsibilities, and the roles of teachers 
and schools in an age of confrontation. Sand’s understanding of 
America a problems is obvious. His proposals for education's role 
to helping selva those problems are well founded. The role of 
jjtaotjmiaed profession in educational change is his central 
theme. H e insists that in the final analysis, ft is the students, the 

1 T* 3 * ****** who will make the 
ramsioi. It li fe students, tho chert, and the ptrenU who 

it 4 ? who ™ ke education an 
•^ti^andaltve process. Jhe theories and proposals are impor- 
tut fat without fach m, fhtdtnts. and oiMnfi 
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they mean nothing. This book, like Sand's speeches, is, then, a call 
to action. It Is a beginning — not an end, 

On Staying Awake: Talks with Teachers is one of several vol- 
umes In the Preliminary Series of the SCHOOLS FOR THE 70’s 
program. 

SCHOOLS FOR THE 70’s is a major publication and action pro- 
gram of the NEA's Center for the Study of Instruction. The pro- 
gram has three parts. The first is a comprehensive, single -volume 
report, with accompanying multimedia and action programs ad- 
dressed to all members of the profession and the public. The 
second, of which this book is a part, is a Preliminary Series focused 
on critical issues. The third is an Auxiliary Series prepared pri- 
marily for curriculum specialists and university and school re- 
searchers. The entire SCHOOLS FOR THE 70 s program Is more 
than just a series of books. It underlines anew the NEA's con- 
tinuing, unequivocal, and major commitment to promote instruc- 
tional improvement in the light of new priorities and imperatives. 

Helen Bain 

President 

National Education Association 
September 1070 
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fjr.V/ people awake keeping them awake for new ideas, for new 
' methods, for new possibilities. 
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Essay 1 
On Staying Awake 




One of '.he major problems In promoting educational improve- 
ment is rescuing it from the hyphenated and multisyllabic verbiage 
that so often cloaks good ideas In linguistic obscurity. As this 
little homily goes to press, the mini, the maxi, and the midi are 
contending for the favor of American women. Sticking doggedly 
with this fashion metaphor and trying to translate it into termj 
pertinent to education, I would say that the NEA’s Center for the 
Study of Instruction definitely opts for the mini: the simpler, the 
better. Everybody in education these days is in favor of "inquiry- 
directed learning,'* "a cognitive approach," "individurlly-pre- 
acribed Instruction," and ' learner-centered teaching." Those are 
all good ideas and they deserve to bi put to work. Step A in 
bridging the gap between educational theory and educational prac- 
tice, however, is figuring out what all those words mean. 

Instead of trying to explain them one by one, I would lixe to 
try to suggest their meaning and their implications for instruction 
in the 1970’i ai a way of offering *i view of teaching as mental 
attitude rather than pedagogical procedure. By way of introduc- 
tion, I would like to call upon a gentleman named Dwight 
MacDonald. 

Everyone has his own enthusiasms in reading, of course, end I 
hesitate to foist upon others those authors whom I have found 
good company over the years. Indeed, it strikes me that one of our 
major errors In teaching literature is that we present our students 
with required reading lists, implying that everybody from Homer 
to J. D. Salinger has earned a niche of precisely the same size in 
the literary Hall of Fame, We forget that one's response to litera- 
ture is an intensely personal thing and that while the*e is good 
rtaeon to compel a student to read the so-called classics, we make 
a mistake if we suggest that unless a student tikes them all, there 
Is something wrong with him, How refreshing it would be, I think, 
for a teacher to say, "Well, now, we have all read Portrait 0 / a 
Lady. I would like to open the discussion by stating that I find 
Henry James a crashing bore.” > 



What I intended to say before that small digression was that 
those who have not looked into Dwight MacDonald might find it 
amusing to do so. In one of his early books, he described how he 
fought his vay up from anonymity to comparative fame. It was 
a typical Horatio Alger story of thrift and persistence in the face 
of constant discouragement. MacDonald started out as an execu- 
tive truinee with Macy's, then went to work for Henry Luce pt 
Fortune Magazine. Soon after that, he writes, his wife inherited 
a large rum of money, and from that point on, MacDonald did 
precisely what he pleased. 

MacDonald's good luck since he left Fortune has enabled him 
to take genteel, scholarly pokes at many aspects of the American 
Establishment. He has, at various times, ridiculed James Gould 
Cozzens, structural linguistics, the reading habits of Franklin 
Delano Roosevelt and Dwight Eisenhower, and — most blasphe- 
mous of all — the Great Books. He reviewed the third edition of 
Webster's Dictionary In the Nexv Yorker Magazine, March 10, 
1962. In one of his essays, entitled “The Triumph of J »he Fact," 
he denounces the American fascination for weight? and measures 
as against analysis, appreciation, and judgment: 

We are obsessed with techniques, hagridden by Facts, In love 
with information. Our popular novelists must tell us about tho 
historical and professional backgrounds of their puppets; our 
press lords make millions by giving us this day our daily fact; 
our scholars — or, more accurately, our research administra- 
tors — erect pyramids of data to cover the corpse of a stillborn 
idea; our way of “following” a sport is to amass an extraordinary 
amount of data about batting averages, past performances, yards 
gained, etc., so that many Americans who cannot read without 
moving their lips have a fund of *porta scholarship that would 
stagger Lord Acton; our politicians are mostly former lawyers, 
a profession where the manipulation of Facts is of first Impor- 
tance; we are brought up according to Spock, Gesell and the 
other Aris’cie* of child csre; we make love according to the 
best manuals of sexual techniques; and before we die we brief 
our wives with Donald I. Rogeis 1 Te vh Your Wi/e to be a 
\ Widow . 1 ; . •; 

M( cDonald follows this broad Indictment with a Shi of particu- 
late assembled from Walter Wlncbell, John Gunther, George 
Gallup, Edgar Allan Poe, and the late Senator Joseph McCarthy. 



It makes interesting reading, but you might logically wonder 
whether it has any relationship to teaching. 

It does, I believe, because of the nature of education in general 
and the nature of education for ihe 1970’a in particular. 

By “education in general” 1 mean the nature of learning and, 
hence, the nature of teaching. How do people learn? And how 
does one human being, the teacher, go about helping another 
human being, the student, develop that vaguely defined capacity 
we regard as the product of education? 

Jerome Bruner has tackled this question in Toward a Theory 0 / 
Instruction.* And so, years earlier, did John Dewey in How We 
Think 1 and Charles Hubbard Judd in The PsychoMgy of High- 
School Subjects. 4 (It occurs to me at this point that, for a man who 
is skeptical cf reading lists, I am doing an impressive job of 
assembling one here.) At any rate, Dewey and Judd ("translated 
by Bruner) and other sleuths on ihe cognitive scene have stressed 
the importance of inquiry over memory in the learning process. 
MacDonald bemoans the triumph of the fact; the inquiry school 
agrees and suggests a method for triumphing over the fact in 
education. 

Their aiguments gain weight because ot a phenomenon that our 
professional and popular magazines have dissected to the point of 
tedium? "the knowledge explosion” The sciences assembled are 
simply turning up more new information than any human can hope 
to assimilate In a lifetime of learning. 

Teachers have probably all heard this song before. Inquiry is 
one of the “in” words in education today, and if a speaker assem- 
bles mough of the others— relevance, meaningful, involvement, 
etc. — he can make 30 minutes of highly acceptable noise without 
saying a thing. What does inquiry mean? 

I find It easiest to take a cue from good teachers of the humani- 
ties at I strive to outline instruction based on inquiry, And since 
I have not such a teacher handy at the moment, I will quote one 
of the most extraordinary lessons about literature I ever received, 
delivered by an extraordinary teacher whom I have never met. 

Several years ago, while loitering in an airport between planes, 
1 picked up a paperback volume* entitled Visions and Revisions in 
Modem American Literary Criticism. The title alone made me 
blanch, of course. All I really wanted was a potboiler about 
espionage in Sumatra or somewhere, 90 minutes of escape suitably 
tricked out with exotic girls end shots in the night. At that time, 
however, I wat so conadoua of being an Educator wi'h a capital 
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"E" that I lacked the courage to admit, even to myself, that occa- 
sionally I prefer enjoyable trash to Good Reading. 

1 was lucky. I found in that ponderously titled book one of the 
most Intriguing detective stories I have ever read. Its title was 
“Fallen from Time.' 1 Written by a gentleman named Philip Young, 
it begins this way: 

Washington Irving is reported to have spent a June evening in 
1818 talking with his brother-in-law about the old days in Sleepy 
Hollow. Melancholy of late, the writer was pleased to find him- 
self laughing. Suddenly he got up and went to his room. By 
morning he had the manuscript of the first and most famous 
American short story, and his best single claim to a permanent 
reputation.* 

If I tell you that the story was about a henpecked husband who 
went off Into the Catskills shooting squirrels, saw some oddly 
dressed little men rolling balls that made a sound like thunder, and 
then fell asleep for 20 years, you will know that the story is the 
tale of Rip Van Winkle. 

But after summarizing the lale for the reader, Young goes to work. 
He points out that back In 1498, Erasmir econuted the myth of a 
Greek named Epimenldes who slept fo* 57 years. And another 
story has seven early Christians, natives of Ephesus, hiding in a 
mountain to escape persecution by the Roman emperor Decius; 
they slept for 360 years. That story, with some alterations, appears 
also In the Mohammedan Koran. The Babylonian Talmud de- 
scribes how a teacher named Honi tho Circle-Drawer falls asleep 
for 70 years. And the Chinese have a story of Wang Chih who 
comes upon some elders playing chess In a mountain grotto, falls 
asleep, and does not return for centuries. 

Why b It, Young wonders, that this notion of a man's sleeping 
for long periods has such a hold on the human imagination? Why 
does it appear in so many literatures, widely separated In place 
and time? There are many dozens of fables in Aesop, Hans 
‘ ian Andersen, the Brothers GrLnm; with all that competi- 
“i why do we so readily identify Rip Van Winkle? Clearly 
Irving did more than write a good yarn; he wrote some kind of 
parable in which, perhaps subconsciously, we see ourselves. 
“Thanks to Irving," Young writes, “the thunder Rip heard Is still 
rolling out of the Catskills. And it is pregnant thunder, charged 



with meaning. Perhaps it is time someone tried to make out what 
it has to say.” • 

Young takes the task upon himself, and after 20 more pages of 
scholarly detective work, he concludes that our attraction to Rip 
Van Winkle stems from a kind cf conflict between our common 
desire never to grow up, never to die, and our adult recognition 
that each of us shall assu ” ; do so. 

“And this is not just l ,,u hidden childishness,” Young con- 
tinues. It is all our own lost Mvea and roles, the lives and roles 
that once seemed possible and are possible no more. In twenty 
years all springs are over. ... To translate what the thunder 
meant, to confront the meaning of life and the future of all our 
childish selves, we all have to go into our own mountains.” * 

Young's essay struck me as an extraordinary piece of critical 
writing, and not least of all because it was fun to read. (Sometimes 
I think we equate the worth of a piece of professional writing with 
its difficulty. “This is such dreary reading,” we think to ourselves, 
"it must be important.") 

Beyond this personal reaction, however, I feel that this essay 
suggests what it Is we are after in striving to define and understand 
inquiry ps the principle for a new kind of teaching. No student with 
the capacity to understand that essay, I feel, would ever be quite 
the same again. And perhaps no teacher of literature would, 
either, for this essay casi.* some light on those eternal human 
questions that give literature its weight and joy. 

It ie so easy in teaching Shakespeare, for example, to miscon- 
strue the purpose of the course js making sure that students read 
all the assigned plays. And it is so easy to find out if they hove. 
Simply draft a test that asks them, Who said, "The quality of mercy 
is not strained”? Who said, "Absent thee from felicity awhile”? 
Who said, ”Yon Cassius has a lean and hungry look"? If the 
atudent gives ihe right answers, we mark him down as knowing 
Shakespeare. • _ 

Nonsense 1 Thomas Wolfe on;e wrote a story called "Only the 
Dead Know Brooklyn.” Perhapa only the dead know Shakespeare. 
For knowing Shakespeare — if such a thing is possible — has noth- 
ing to do with who said what. Knowing Shakespeare is a personal 
process. Like blowing one's nose, it cannot be dne by proxy. 
In the humanities, we must understand and define the nature of 
the educational experience toward which we hope to guide stu- 
dents. We cannot, on the one hand, have that experience for them ; 
nor ~tn we accept dates, names, and a mental facility for aaaoci- 
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ating quotations with characters as proof that the student has had 
£? experience. A year in Europe should produce more than 
souvenirs; so should a year with Shakespeare. . - . 

Thus, the starting point of learning based on inquiry is « de 
tion — not a definition of the curriculum, but a defimtion of wh 
is we want to happen to the student. Or, more accurately, it is a 
definition of what the student must make happen fsr himse^ 
Generally speaking, we want to convey to him ^ na' ur of h 
literary or historical or scientific experience, and the set »\ ! facts 
or Se play or the laboratory experiment is in itself quite subsidl- 

ar maU^r a Sp°le,'i3 the root of the imman motivation ^that led 
Gibbon and Spengler and Toynbee to devote their lives to liistory? 
Simply to recount what occurred? A hi ^dred scholarly iournal- 
ists have done that, and only specialists care what *ey said The 
great historians Intended much mere: to place what h PF 
som6 kind of framework of understanding, to develop t ry 
of history to show that man's long march from the primvd l caves 
was not just a coUection of happenings, hut a series of »nUTrelated 
events If a student cannot remember whether the Assyrians 
preceded the Babylonians or Wee versa, he can look 
encyclopedia. But if at some sudden, priceless moment in his 
education he perceives that what the Corcnittees of C°<™spon- 
dence did to King Georg , in 1775 was a logical outgrowth of what 
the barons at Runnymede did to King John in 121®' 
grasped the nature of historical inquiry. His curiosity las been 
S3d, hi. mind jostled, hi. understanding : 
large way he has become a historian, and all the dates 
tomemorise are not one-tenth as Important a. the relatlorahlp,, he 
if now capable of Investigrtiag for himself. , • 

I have stressed the humanities because I am more comfortable 
talking about them. 1 gave up on science decades ego, ivhen my 
algebra teocher had the effrontery to state that X to 
t power equals one.” (It must be obvlou ; to any sane man that this 
UH&T sheerest poppycock.) I became reconciled to science only 
recently But I cannot help wondering whether 
era not cheated of a portion of their intellectual birtliright y 
EchSsX confuse Information about science with science 
itself— whether, la sum, Pact has not triumphed over understand- 

thMMB, in . r*h, 0,. hypo,, 

the sum of the other two sides squared. 
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The theorem is easy to memorize and manipulate, so I suppose 
most students master it. 

But so what? If the process stops there, what has been learned? 
I cannot speak for anyone else, but I must confess that only 
rarely have 1 been asked to roll up my sleeves and put the old 
Pythagorean theorem to work. Rarely have I been called upon to 
demonstrate that triangle ABC is congruent with A'B'C' — or even 
to guess whether they were nodding acquaintances. 

I purposely overstate the case. These nasty remarks about the 
utility of the Pythagorean theorem are, of course, beside the 
point. For in geometry we are dealing not with a set of handy 
rules for appraising planes, solids, and parallelograms, but with 
the nature of the mathematical endeavor: the notion that from the 
bewildering variety of physical objects around us, we can abstract 
such concepts as length and number, area and volume; that 
through the process of mathematics we can Impose order and 
understanding upon some aspects of our apparently chaotic world; 
and that the human mind takes pleasure and delight in such 
understanding. • •’-'Y"- 

The human mind takes pleasure In all understanding. 1 think 
that we accept too easily the idea that some students are "good" 
In English, while others are “good" in geometry. While there are 
undeniable differences in the facility with which students take to 
different subjects, perhaps we write off too soon the young artist’s 
capacity for enjoying physics and the young scientist’s capacity 
for enjoying Latin. If we ever plumb the depths of the human 
learning process, 1 suspect we will find that at the bottom it is one 
experience; that a pleasure in philosophy or literature is closely 
related to a pleasure In chemistry or economics. V/e will perceive 
that Einstein's intellectual journey ending in E=mc* is related to 
Charles Darwin 1 ! curiosity about the variety of sparrows on a 
single South American Island, and that both are related to Shake* 
speare's analysis of the paradoxical nature of lust in Sonnet 129. 
In each case we are dealing with the human striving to under* land 
-•and what each mind found out is perhaps less important than 
why each mind wanted to understand. 

This is how I conceive of inquiry as the fundamental p inciple 
for learning. It is entirely possible for a student to divide a poem 
up into anapests, dactyls, and trochees without ever enjoying the 
poim or caring to read another as long as he lives. But if we 
sons'.* yw manage to convey to that student the realization that 
this poet was not always embalmed in an anthology — that he was 
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not just an arty fellow, but was grappling with such matters as 
human love and human hate, human hope and human despair — 
we have done something far more important than train him to 
spot an iambic pentameter from 30 yards away. We have 
triumphed over Fact. We have put data and technique where they 
belong and ransomed the unique dignity and splendor of the 
human understanding from captivity in semester hours, courses, 
subjects, and grades. 

New approaches toward organizing schools and classrooms will 
help us to achieve a triumph over Fact; however no model or 
organization nor any teaching devices ever likely to be invented 
can serve as a substitute for that single, most essential element, 
the teacher, If the teacher is to direct learning toward inquiry, 
he must himself remain an inquirer. He must manage to retain a 
sense of awe at the ability of the human mind lo unravel the 
material and immaterial puzzles of our existence. He must remain 
a learner all his life, so that his continuing experience will enable 
him to anticipate the sometimes slow, sometimes rapid progress 
his students roust make if they aie to follow him In learning today 
and surpass him tomorrow. 

This process is beyond the capacity of overhead projectors, 
nongraded classes, and In-service institutes to confer. The teacher 
must go into himself to determine whether the tiny but constantly 
tapping hammer of daily routine has chipped away that sense of 
dedication to learning and to helping others learn that made him 
choose this profession over another, He must devise ways to 
renew himself and must refuse to allow the human process of 
growing old to prevent him from remaining young. While con- 
stantly maturing as a person and as a professional, he must 
constar Jy see his professional duties through new eyes. 

It is one thing for a teacher to be elderly; it is quite another for 
a teacher to he obsolete, since the most powerful obsolescence 
comes from within, not from without. 

If we arc to keep this enemy at bay, we must — like Rip Van 
Winkle — continue to wonder what the thunder on the mountain- 
top has to say. Unlike Rip, however, after we have found out, 
we must stay awake. 
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Putting First Things Last 
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Since World War II, the problems confronting American society 
have become more numerous, more complex, and more urgent, 
in 1968, for example, John Gardner, then Secretary of Health, 
Education, and Welfare, listed what he considered to be the coun- 
try's ten most pressing problems. Of the ten, seven would have 
warranted practically no notice 20 years ago : but each is crucial 
In 1970. 

Gardner's list included these crisis areas: peace, the developing 
nations, population control, equality, adequate education, the 
cities, the natural environment, problems of government, and the 
relationship of the individual to society. 1 None of the difficulties 
Gardner dted bloomed overnight. Each one developed over the 
years and became more urgent with prolonged inaction. And, as 
each of the problems grew, educators attempted to alter the 
nation's schools to make them more responsive. 

But we should not forget John Goodlad's admonishment that 
'’education is a Jong time process of changing the behav/or of 
human beings. Education is not bringing about the immediate 
improvement in roads, slums, jobs, housing and all the rest.” 1 
One reason President Johnson's great contributions to public 
education did not bring the continuing congressional action re- 
quired is that educators confused social engineering with educa- 
tion and promised Immediate social results. 

As a result, there has been ceaseless activity in education since 
World War 11. Thoujands of curriculum-reform schemes have 
been advanced. But the degree of progress the movement and the 
schemes have brought is opyn to considerable question. 

Has the movement resulted in a more systematic or orderly way 
of viewing existing knowledge? Has it tended to ganerate new 
avenues of study? Has it aes.sted In explaining the complex 
interrelationships of the various components that make up the 
field? The answer, In most Instances, is no. In fact, the movement 
has done few of these things. It has done little because there is 
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An essay in Time Magazine suggested: 

There is an old saying that philosophy bakes no bread. It Is 
perhaps equally true that no b r ead would ever have been 
baked without philosophy, For the act of baking implies a de- 
cision on the philosophical question of whether life Is worth- 
while at all. Bakers may not have often asked themselves the 
question in so many words. But philosophy traditionally has 
been nothing less than the attempt to ask and answer, in a 
formal and disciplined way, the great questions of life that 
ordinary men put to themselves in reflective moments.* 

The point, again, is that practice without the theory to guide it 
is blind. Theory without the test of practice is empty. Theory and 
practice should illuminate each other. In order to determine the 
Wnd of education we consider best, we must define the kind of 
person we want education to help produce. 

The question then is what kind of person do we want? What 
are our goals for education? William Menninger gives eight 
characteristics education might nurture: the capacity to change; 
the abandonment of solutions learned in childhood; the ability 
to accept frustration for future gain — compromising rather than 
fleeing or fighting; the ability to meet stress v»ithout acquiring 
disabling symptoms; the ability to find more satisfaction in giving 
than in receiving — a reversal of the infant role, which was only 
demands; the ability to relate to people in a consistent manner 
rather than switching from friendliness today to hostility tomor- 
row; the ability to direct one’s hostile energy into constructive 
outlets; the capacity to love, which is the only neutralizer *f hate.* 
The kind of change we wart to make in human beings— the kind 
of person we want — is an understandable way to define objectives. 

Now, with a framework, a philosophy, and a set of goals in 
mind, let's turn to the other questions In curriculum innovation. 
Cooperative curriculum planning has at least two interrelated 
essential facets: understanding of substantive tasks to be done 
and skill in working together to accomplish the tasks. 

First, what are the essential substantive elements in curriculum 
change? Whet fobs need attention to assure the worth of cur- 
riculum Innovation In practice? Let me suggest ten based on 
the Tyler rationale: study the learner; study contemporary so- 
ciety; study new developments in the disciplines and promising 
Innovations in teaching and learning; formulate and use a credo 
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of beliefs; use a defensible theory of learning in making your 
decisions; formulate clear objectives with emphasis on behavioral 
change and content; plan creative learning opportunities; select 
appropriate instructional materials; organize learning opportuni- 
ties to provide for continuity, sequence, and integration; and 
evaluate the extent to which each Individual attains the objectives 
and the extent to which the means were effective fn attaining 
the ends . 1 

These ten important jobs need not be tackled in any particular 
sequence. The initial point of attack depends upon the concerns 
of the faculty, the students, and the community; upon the prob- 
lems already identified; upon available data; and the like* The 
instructional program may be improved by beginning at any point, 
providing all ten jobs are eventually completed. Each task requires 
the united efforts of teachers and students, with the assistance of 
scholars and laymen, individual schools, school systems, univer- 
sities, industrial and labor groups, state agencies, and — probably 
moot important of all — professional associations. 

The issues of priorities, balance, and content selection are fr. 
points of the curriculum reform movement. In a historical > 
text, the issues are clear, and five eras of curriculum reform can 
be identified, boodlad has discussed these in considerable detail . 8 

For example, In the 30’s, during the heyday of progressive edu- 
cation, the child was thr primary focus. In the 40’s, when we 
were engaged in a great * 'rid war, the curriculum was socfely- 
ceutered. In the 50’s and .O’a he scholars were in the saddle, 
and the curriculum was primarily subject- or discipline-centered. 
Now, as we move into the 70’s, we will most likely be concerned 
with the total curriculum for all children. Hopefully, by the 80’s 
we will have a truly humanistic curriculum. 

\nother way to look at the reform movement of the past decade 
is to say that Phase One is over. It focused on rcadsmic scholar- 
ship. on the structure of separate disciplines, on comprehensive 
packages of instructional materials, and on in-service training of 
teachers. 

The results of the first phase of the reform movement should 
have created schools characterized, according to Goodlad, by the 
following: 

Rather clear statements o* inrtitutional objectives, stated in 
behavioral terms; instructional emphasis on learning how to 
learo, on long-term structural elements of subject matte** rather 
than isolated bits uid pieces; multi-media learning packages in 
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every classroom, designed with concern for the integrity of the 
content as well as for intrinsic ftppeal for the students; extensive 
Instructional recognitv^' of individual differences, reflected in 
evaluation procedures, and expectations for students; consider- 
able use of basic principles of group dynamics, human inter- 
action, and democratic classroom leadership; use of sound 
principles of learning pertaining to motivation, reinforcement, 
transfp of training, and so on; little attention to age and grade 
as criteria for what to teach (as in nnngraded, continuous prog- 
ress plans); flexible usp of personnel resources (as in team 
teaching); and clear evidence that we are in the "golden age 
of instructional materials.'* • 



Unfortunately, too many of these characteristic!} have been 
blunted at the schoolhoiu i door, aid it is difficult to find examples. 

In the 70’s we must insist on pedagogical scholarship compar- 
able to the academic scholarship or the 60's without, of course, 
losing the latter. In the 70's a theoretic s framework must precede 
everything else. The curriculum must be viewed a» a whole rather 
than as bits and pieces. Finally, up-to-drte currlculums must be 
designed that are honest and significant and are attractive and 
comprehensible to dull or poorly motivated as well as to bright 
children. 

We seem to be moving, at least in the United States, in the 
following directions in curriculum reform: 



FROM 

primary emphasis on academic 
scholarship 

Involvement of only academic 
scholars and teachers 



child-, society-, or dlsc ! plin>cen- 
teied curriculum 

selling prepackaged piograms 



tinkering with the means of edu- 
cation 



TO 

pedagogical and academic scholar* 
i hip 

Involvement m A all levels of deci- 
sion makers in the schools, includ- 
ing parents, students, end schol- 
ars, but with special emphasis on 
the participation of teachers 

the total curriculum, the humanis- 
tic curriculum 

truly experimental programs— 
pharmacies of I sted educational 
alternatives (choices and options) 

focus on ends, alms, objectives; 
to* return of the philosopher to 
the center of the sta£2 
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FROM 



TO 



trying to teach everything 

focus on the gifted and the de- 
prived student 

bits and pieces; one course at a 
time 

elementary and secondary reform 
only 

in-service training of teachers 



establishing priorities 
focus on all students 

comprehensive school improve- 
ment programs (nursery school 
through college) 

higher education and adult educa- 
tion reform, too 

in-service education of teachers 
(continuing career development) 



In The Re/o rm 0 / Urban Sr hools, which is part of the SCHOOLS 
FOR THE 70's Preliminary Series, Mario D. Fantini develops the 
following directions: 



FROM 

a school climate in which the 
school plant calls attention to itself 

isolated self-contained teaching 

teaching geared to one learning 
style 

abstract teaching 
uniform pace and content 

"what” curriculum (factual] 

sporadic emphasis on ego develop- 
ment 

use of school resources 
one path to a diploma 
suburban- trained teachers 



TO 

one that calls attention to the stu- 
dent 

cooperative teaching 

teaching geared to many learning 
styles 

experience -based teaching 

continuous diagnosing and re- 
grouping 

"why” curriculum (conceptual) 

systematic approaches to self- 
concept and black cultural Identity 

expanded use of the community 

aitemeie paths to a diploma 

urban-trained teachers 10 



Turning from svbatance, let us examine process* Several years 
ago I made an analysis of magazine articles, which revealed two 
principal categories— the How To Do It article and the Gee Whiz 
place. There la certainly a pkthora of advertisements today telling 
us how to do everything: how we can look younger, stay slimmer, 
sleep more soundly: how we can fly faster and farther and more 
safely: how we can change our hair color so only our hairdresser 
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will knowr how we can make the dwest martini. I am going to 
suggest another “how” — how we can translate these new *deas 
of curriculum reform into practice. One way to do this is, quite 
simply, by exhibiting leadership. 

Leadership is a function, not a position or person. Leadership 
Is concerned with how people can be brought together to work 
for 'common ends effectively and happily. Leadership i9 the ability 
to contribute to the achievement of those ends either through ideas 
or through ways of working to accomplish them. Leadership, 
unfortunately, is often confused with command — as the contest 
between the Japanese commander and the British colonel demon- 
strated in The Bridge on the River Kwui. Command, however, 
is always concerned with power over people, while leadership is 
concerned with power over problems. 11 
Mary P. FolleK perhaps expresses such Ideas more simply: 

When you and I decide on a course of action together and do 
that thing, you have no power over me nor I over you, but we 
have power over ourselves together. We have, however, no 
authority ovr?r John Smith. We could try to get "power” over 
him in a number of ways . . . but the only legitimate power we 
could have in connection with John Smith Is what you and 
John Smith and I could develop together over our three selves. 
. . . Genuine power is power-with; pseudo power, power-over. 1 * 

There is no need to spell out the implications of Mary Follett’s 
sound advice. It is enough to say again that leadership is a func- 
tion — not a position or person. 

If we can become effective leaden,, we can begin to translate 
the new Ideas of curriculum reform into practice, If we can estab- 
lish a framework, a philosophy, and a set of goals, we can effec- 
tively Judge proposals for curriculum innovation. If we can do 
these things, if we follow the words of irvamae Apolegate, who 
said, "If it is to be, it is up to me, M we can make tho schools 
effective warriors in America's struggle with the future. 

And through it all, we must be able to see clearly what is neces- 
sary and what is possible. We might find guidance in Graham 
Gieene's novel, A Burnt-Out Case, the fascinating story of an 
internationally known architect who spends the twilight of his life 
in a Congolese leper colony. He resists all the medals the priests 
and doctors wish to pin on him. He asks them not to project any 
noble motives into hit mind and heart. He is there because he 
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has lost the capacity to love — architecture, women, everything. 
He is a burnt-out case. One evening he enters the following in his 
diary — an entry that applies to all of us and that we should con- 
sider thoughtfully as we pul tirst things first, not last: 

A vocation is an act of love; it la not a professional career. 
When desire is dead one cannot continue to make love. I’ve 
come to the end of desire and to the end of a vocation. Don’t 
try to bind me in a loveless marriage and to make me imitate 
wbat I used to perform with passion. And don’t talk to me like 
a priest about my duty. A talent — we used to learn that lesson 
as children in scripture lessons— -should not be buried when it 
8 till has purchasing power, but when the currency has changed 
end the image has been superseded and no value is left in the 
coin but the weight of a wafer of silver, a man has every right 
to hide it. Obsolete coins, like com, have always been found 
in graves. 11 

What all this means for us is that we should neither be optimists 
nor pessimists, but possiblists — If we are not to be in graves while 
we are still alive. 

FOOTNOTES 
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Are schools as we know them dying institutions? Anti by the 
end of this century will the demise be complete? Will the 
institutional-green coffin be buried and an appropriate tombstone 
raised? Could the stone well be engraved with Mark Twain's 
famous observation, "I never let my schooling interfere with my 
education"? 

If schools die because they refuse to change, there will be 
little mourning among teachers — except for those few among us 
who take themselves so seriously that they look as if they were 
weaned on a pickle — because die passing will give change a 
chance. As Rubin says, "A teacher with no feeling Is a tyrant; 
a teacher with no finesse is a catastrophe; a teacher with both is 
a miracle." 1 

The life of the teacher, for example, will change radically when 
♦he old institutions are finally laid to rest. For one thing, he will 
be more like a college professor than a day laborer. The college 
professot today teaches about 12 hours a week. His breathless 
counterpart in the elementary and the high school teaches about 
30 hours a week with lesson planning, evaluation, and analysis 
sandwiched helter-skelter among policing playgrounds, monitoring 
cafeterias, chaperoning proms, overseeing extracurticular clubs, 
and attending those famous se^lons of quivering in unison — 
faculty meetings, usually from 4 to 0 in the afternoon. 

With the death of the old institutions all teachers will have — 
as indeed a few have now— realistic allocations of tine for 
research, planning, and development. Some will have Thursdays 
for thinking. Some will have six weeks of school and one week 
of thinking, as was recently tried at UCLA's Elementary School. 
Others will have Tuesday and Thur*:*’ > afternoons away from 
the classrr/om, aa Newton, Mass., has done for several decades. 
Some will adapt Princeton's flfj.) Wednesday Program, which 
enables teachers to work on prelects related to professional growth 
and the Improvement of the school system. Schools L» Princeton 
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cloLie every Wednesday at 1 p.m. Students choose what they want 
to do, and so do teachers. 

There are many possibilities for reordering schedules, but the 
goal is the same: to move from a teaching schedule of 30 hours 
a week In class with children and 15 hours for planning and 
correcting to 15 hours a week in class with children and 30 hours 
for research, planning, and development. 

The goal is not more time off for teachers. The goal is a 
different use of the teacherc’ time. And, with reordered sched- 
ules, the teachei will be able to make full use cf new techniques 
in instruction — including team teaching and the use of machines. 
The teacher will need to break out or the confines of the two 
covers of a textbook, the four walls of a classroom, and the six 
periods of a school day. 

Unfortunately, team teaching conjures up all manner of co- 
operative teaching ventures. The term does not mean ‘'you take 
my history and I’ll take yuur math. 11 Team teaching is not, as it 
has been called when practiced badly, “two or more teachers 
horsing around in the same classroom, 1 ' The term means that 
teachers are part of a carefullv organized team that can follow a 
flexible schedule of working sometimes with an individual student, 
sometimes with n small discussion group of 10 to 12, and some- 
times with a hundred or more. When this happens, the teacher 
moves from betag a general practitioner to becoming a clinical 
specialist who works as part of a team. 

To make the change from the walking, talking, all-knowing 
oracle to the specialist on a team, the teacher will obviously need 
more education liimself. However* educator* in the par* have 
too frequently relied on mimeographed notices, bulletins, and an 
occasional meeting to pass on new techniques. We might he 
better served if we were to draw on the experience of the 
Department of Agriculture. The Department not only sends 
bulletins to farmers and calls them to meetings, but it also has 
agents who plant com and put up peaches and then give demon* 
stratlons to the farmers and the farmers’ wives. Supei visors 
should move from being inspectors to becoming educational 
demonstration agents. 

If one recalls all the books written since the NfiA SCHOOLS 
FOR THB 60*s snries with their predictions of amazing changes 
ahead and then lojks at life in classrooms today, one finds that a 
funny thing banned on the way to the future. A useful 
cautionary exerciie for the reader of these essays Is to remember 
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the way teaching is as wo look into the future. Silberman makes 
the point well: 

"What we call necessary institutions" Alexis de Tocqueville 
wrote, "are often no more than institutions to which we have 
grown accustomed.” The "necessity" that makec American 
schooling so uniform over time and across cultures is simply 
the "necessity" that stems from unexamined assumptions and 
unquestioned behavior. The preoccupation with order and con- 
trol, the sla/ish adherence to the timetable and lesson plau, the 
obsession with routine qua routine, the absence of noise and 
movement, the joylessness and repression, the universality of 
the formal lecture or teacher-dominated "discussion," in which 
the teacher instructs an entire class as a unit, the emphasis on 
the verbal and de-emphasis of the concrete, the inability of 
students to work on their own, the dichotomy between work 
and play — none of these is necessary, all can be eliminated. 
Schools can be humane and still educate well. They can be 
genuinely concerned with gaiety and joy and individual growth 
and fulfillment without sacrificing concern for intellectual disci- 
pline and development. They can be simultaneously child- 
centered and subject- or knowledge-centered. They can stress 
aesthetic and moral education without weakening the three I\’s. 
They can do all these things If — but only if — tl^eir structure, 
content, and objectives are transformed.* 

But education is more than teachers — and the death of old insti- 
tutions will bring many changes to other areas as well. Emphasis 
will shift, for example, from the group to the individual. Milk can 
be homogenized, but not children. We cannot pour 20 eight-year- 
olds into a classroom and expect them all to do the same thing or, 
more important, want to do the same thing. 

As a result, grades will be eliminated and each student will 
advance upward at a rate and in a direction best suited to him. 
There will be more groups of mixed ages, and students themselves 
will occasionally serve as aides to the teaching staff and learn from 
each other. In short, schools will move from graded Institutions to 
nongraded institutions. 

At the same time, students will spend less time in the classroom 
and more time studying independently. The student will not have 
a teacher breathing down his neck aU day long. He'll be "on his 
own," pursuing independent studies for as many as 12 hours a 
week. Exact schedules will vary, but a good 8ver8ge lor student* 
would be to change from 30 hours a week in class to 18 hours in 
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year. An urban school should be open year-round. An agrarian 
school is open only to children. An urban school should be open 
to everyone. As former President Johnson once noted, "We can- 
not afford to have an 85-biiIion dollar plant in this country open 
less than 30 percent of the time/' 4 Schools of the future will 
be open 12 months a year and at night. They will serve people of 
all ages. The prescribed starting age for school will probably be 
meaningless. “September madness," with weeping mothers and 
five-year-olds coming to school en masse, will be eliminated, and 
each child will begin school on his birthday with a birthday party. 
Then, truly individualized instruction can be fact rather than 
rhetoric. 

And finally, in the school of tomorrow, teachers will become 
as critical of their own performance as children already are. Even 
now there are good tools for self-criticism in education, and there 
will be more. The teacher’s classroom performance can be 
videotaped so that later he can see for himself how he did In a 
teaching situation. 

There will be better ways for teachers to assess how children 
are performing, too. In fact, national educational indexes may well 
be as essential to our schools for the future as economic indexes 
are now to the businessman. It is absurd to suppose anyone 
should want to operate schools on the basis of ignorance rather 
than on the basis of Information. 

There will be a move away from colleges setting admission 
standards, and there will be more cooperation between colleges 
and high schools to develop valid evaluation techniques. There 
will be fewer paper-and-pencil tests and more continuous cviJua- 
tlon of the student's work, with the student himself taking pait. 
In their time out of the classroom, local faculties will develop 
much more meaningful tools and instruments to assess progress 
than is possible with the current commercially prepared standard- 
ized tests. 

While it is well known that any teacher who can be replaced by 
a machine should be, the organized teaching profession should 
welcome technology to do the dirty dishes of teaching. In the 
70's, the teacher will use technology for the dispensing of informa- 
tion, and he will do the truly human tasks of the human teacher. 
Gores says it well: 

Machines for learning are being showered on education these 

days, and we've seen only the beginning. Within a year or two 
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than^Xrf t^fiS 80U ," d m ° ,,C " 1 pic,ure mdchl nes smalle 
man a bread box, lighter than a record player, cheaoer than i 

minn'te 001 # 6 ’ °®f able ° f Ptesenting ? mgls concepts in five or sb 
mb utes of motion, color, and the simultaneous voice of the bes 
and wisest teacher. And there will be talking books casseUe- 
which will compress into the size of a package of cteMetttt 
vauUffe^ fes Of anythin, g worth listening to, with the added ad- 

Z S C?n 8 ,e C d OP wo?d al a ra,e appr0achin 8 "*« *«ox can 

th n. happ x e T ns, l and il ’ 8 near - teacher can rise to a 
higher calling. No longer burdened by the dispensing of so 

mnr h ^{ 0rm . a,l0n> {he teacher will deal less with facts and 

XhTv? return pd'^ 6 ^ anin «, of 11 a »- A ‘ long last the teacher 
win fta\e returned to his ancient trade— philosophy— what’s 

wh "'* 

^ e d°love W b° m',’ *? sp l fe the child to understand America, love it,’ 
and love it while he reshapes it, technology holds not the threa 
of unemployment but the promise of professionalism.* 

In summary, if schools of the 70’s are to uphold America’s 
promise, ‘hey will mo-e in these directions: 



FROM 
the group 

the self-contained classroom 

school building use geared to a 
agrarian society with a nine-montl 
year, limited to children 



2X4X6 teacher: stuck between 
2 covers of a textbook 4 wills of 
a classroom, G periods of a school 
day 

teaching as telling, dispensing in- 
formation 

teacher as general practitioner 



memory 

spiritless cV ate 



the individual 

the community-wide school 

school building use reflecting urb* 
society with a 12-month yea 
available to all age groups 

the teacher and his staff: i.-ai 
media, and machines 



teaching as guiding, conducting 
the dialogue 

teacher as clinical specialist (mem- 
ber of team) 

Inquiry 

test for learning 
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FROM 



TO 



classrooms that are like kitchens 

boxes and egg crates 
scheduled classes 

a teaching schedule of 30 hours a 
week ii: class with children and 15 
hour* for planning and correcting 

the ^ ' d school 
supervisors 

centralized, narrow-based deci- 
sion making, conducted mainly by 
the “educational establishment" 



classrooms that are like libraries 
and living rooms 

clusters and zones of space 

appointments and independent 
learning 

15 houn a week with children and 
30 hours of research, planning, and 
development 

the nongraded school 
educational demonstration agents 

decentralized, broadly based de- 
cision making, including students, 
teachers, parents, and others along 
with the “establishment" 



All of these changes — from curriculum to school buildings to 
teacher preparation to new overall concepts — are important. But 
two principles, both of them given life by the death of the old 
institutions, are especially noteworthy. The first is that the teacher 
Is not the source, but the catalyst. The other Is that school is a 
concept, not a place; that education can happen anywhere — in a 
classroom, in a park, In a factory. 

Hopefully, these changes will produce a curriculum and a style 
of teaching that will make no compromise with truth or signifi- 
cance and atlll prove attractive to the poorly motivated as well as 
to the ''bright” youngster. Hopefully, these changes will give every 
student a zest for learning. When the history of the world Is writ- 
ten, and the Greeks are remembered for liberty, the Romans for 
law, and the British for parliamentary government, perhaps we in 
the United States will be remembered as the first nation In the* 
history of the world to take seriously the idea of universal public 
education. And our new bird will add the words "equal" and 
"quality" to this dream. 
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Essay 4 

How Much Doss Gray Matter? 
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Like Cinderella, most humanists have been relegated to the 
chimney corner while their elder sisters clamor for the sunshine 
in the age of nuclear streamlining. I think the time has come to 
put the slipper on the right foot, and as a means of doing so, I will 
address these remarks to three questions: 

I'irst, how can the school provide a program appropriately 
balanced for the individual and maintain it amidst various pres- 
sures for specialization? 

Second, how can schools make wise selections of content from 
the ever-growing body of available knowledge? 

And third, what aro the barriers to a humane environment in 
the schools, and what would result if the barriers were eliminated? 

The NEA Center for the Study of Instruction (CSI) exists to help 
bring together the world of scholarship and the world of decision, 
for we are all painfully aw are that the present quality of com- 
munication can stand much improvement. Would it not be 
exhilarating if we could make ourselves and our wares as dramatic 
as Beethoven’s Fifth or Kair or even Steppenwolf? Or is there a 
more quiet way of doing our job? r . 

If I were to attempt to present the work of CSI in capsule, I 
would say that we adhere to and support a rather fundamental 
belief that improvement of an educational program can and must 
be accomplished through rational planning of curriculum and 
instruction. \ 

While rational planning I: a point of view likely to raise few 
eyebrows among educators, it is an idea that be^rs repeating, since 
it rarely seems to command their continuing concern. The objec- 
tive b to keep all of the foices that are brought to bear upon the 
humanistic, educational process squarely on target. 

To this end, I shall attempt to spell out as best I can some direc- 
tions In which education is going. The curriculum reform move- 
ment hss desh primarily with what Id teach. 1 shall deal with 
tvro of several i**”ea in that area— balance and content selection. 
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In today's world of breathtaking technologicpi advancement, the 
all-important position once attributed to the humanities has been 
usurped by the sciences, and we are bequeathed a disturbing im- 
balance that threatens to leave today’s student starved in the 
humanities. We are the sudden beneficiaries of the 50’s and 60 f 8, 
the TV-Sputnik-Sitdown-IBM-Mushroomcloud era, and, as Harry 
S. Broudy points out, . . many of us cannot escape the feeling 
that if v/e do wholly surrender our fates to the new gods, we may 
be saved from our humanity rather than for it.” 1 F. S. C. Northrop, 
in a provocative and penetrating study, echoes this sentiment. 

Ours is a paradoxical world. The achievements which are its 
glory threaten to destroy it. The nations with the highe it stand- 
ard of living, the greatest capacity to take care of their people 
economically, the broadest education, and the most enlightened 
morality and religion exhibit the least capacity to avoid mutual 
destruction in war. It would seem that the more civilized we 
become the more incapable of maintaining civilization we are.* 

Ask one of your students about the sun, What will he tell you? 
It is 93,000,000 milts from the earth, approximately 866,503 miles 
>n diameter, with a surface rotation of about 25 days at the 
equator. If he is to live in the shadow of bigger and better bombs, 
perhaps he must be taught all these facts. Yet it will always be 
the larger purpose of education to lead him to appreciate the 
radiance of a sunset. G. K. Chesterton has something to say to 
thla point: 

Then is a notion adrift everywhere that imagination, especially 
mystical imagination, is dangerous to man's mental bjlance. 
Poets are commonly spoken of as psychologically unreliable; 
and generally there is a vague association between wreathing 
laurels in your hair and sticking straws in it. Facts and history 
utterly contradict this view. Most of the very great poets have 
been not only sane, but extremely businesslike; and if Shake- 
speare ever really held horses, it was because he was much the 
safest man to hold them. Imagination does not breed insanity. 
Exactly what does breed insanity is reason. Poets do not go 
mad; but chessplayers do. Mathematicians go ma J, and cashiers; 
but creative artists very seldom. . . , Critics are much madder 
th&r poets. 

Homer is complete and calm enough; It is his critics who tear 
him into extravagant tatters. Shakespeare is quite himself; It is 



only some of his critics who have discovered that he was some- 
body else. And though St, John the Evangelist saw many strange 
monsters in his vision, he saw nt creature so wild as one of his 
own commentators. The general fact is simple. Poetry is sane 
because it floats easily in an Infinite sea; reason seeks to cross 
the Infinite sea, and so make it finite. The result Is mental 
exhaustion, like the physical exhaustion of Mr. Holbein, To 
accept everything is an exercise, to understand everything a 
strain. The poet oily desires exaltation and expansion, a wo*!d 
to stretch himself in. The poet only asks to get his head into the 
heavens. It is the logician who seeks to get the heavens into his 
head. And it is his head that splits . 8 

Science is not the panacea of life's problems. We must keep 
our debt to it In clear perspective. Its Nembutal helps ut? sleep; 
its wrinkle-resistant wash-and-wear clothes us; its steel beams 
support the great theaters. But the test tube has yet to come up 
with a shake-'n'-bnke formula for increasing man's ability to think, 
to feel, to appreciate, to understand, to love. It is the task of the 
humanities to help us understand ourselves so we can understand 
our fellow men and to help us live in this valley of the dolls that 
science has fashioned for us. 

The humanities, of course, must serve the schools in equipping 
today's students to make the best possible use of the greatest 
blessing to emerge from technology — the gift of leisuro. The 
school shares this responsibility with other educational agencies. 
Incidentally, Dewey's disciples sometimes confuse his sound 
advice about schooling the whole child with nonsense about the 
school taking responsibility for the child’s whole education. The 
school is still only one educational nstitution. We are not looking 
for perfect balance, of course. A little disequilibrium often pro- 
duces people who are as exciting as Nina Simone, as productive as 
Thomas Aquinas or Martin Luther, and as Imaginative and creative 
as Serge Koussevitzky. 

The teacher who teaches with zest, who speaks and listens well, 
who helps his students interact with more than boredom or rebel- 
lion is a humanist, an artist working with humanity, and his art 
is the one thing in this pep-pill world of ours most likely to beget 
in his students a thirst, a passion for the fullness of life. Is there 
anything in our philosophy of education that requires the teacher 
to be a poor listener or speaker, alien to the sheer delight of being, 
fearful of his bright young students, and complete with fitful 
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mannerisms? Is it a blessing that too many articles in educational 
journals are completely devoid of style? Is Plato Ies3 for writing 
well? If Socrates had spoken badly, if he had not charmed his 
young listeners to a view of the world and a delight in their own 
unique being no matter what he was discussing at the moment, 
would we be richer? When a concept has reached such definition 
that it can be adequately expressed in jargon, it can then be 
taught much more efficiently by a machine . 

The only reason that a teacher should be a person, alive to the 
things that are, is that he must encourage speculation and lead it. 
To help a student learn about an unknown and vastly different 
country requires a medium, a metaphor in which the known and 
the unknown can meet, each taking meaning frou the other. Such 
a medium is the essence of music, of poetry, of art. Students 
taught by a real humanist will become real humanists, readers, 
listeners, men of intellectual and emotional delight, ready for a 
kind of intimacy with the world that will breed not contempt, but 
freedom of mind. These students will have a way out of the 
slavery of mere confonrlsm to society. President Kennedy put 
it well; 

I look forward to an America which will not be afraid of grace 
and beauty. ... which will reward achievement in the arts as 
we reward achievement in business or statecraft. . . . which 
will steadily raise the standards of artistic accomplishment. . . . 
which will steadily enlarge cultural opportunities for all of 
our citizens. 4 

However, there are many barriers to a humane environment in 
our schools. One is the school building itself — if it is the old-style, 
egg-crate-and-box design. Harold B. Gores revisited an elementary 
and middle school of modem open design and reported these 
observations by the school's principal: 

I don’t know whether the kids test better or not, but I do observe 
that absenteeism of both staff and student body is less; that 
there is less tension, fewer tantrums, less vomiting, fewer con- 
frontations. It's easier to get paraprofessionals and volunteers. 
They feel more comfo? table joining a team in a large space than 
working in a square bi x about the she of p prize-fight ring, and 
already occupied by one professional. The open apace provides 
room for withdrawal. In effect, both teachers and children can 
withdraw to the back country to cool off rather than slug it out 
in the ring. 
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